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Abstract 
Inclusion is concerned with reducing barriers to learning and participation for all the students (Ainscow et al., 2006). This paper 
reports a small-scale survey conducted with 44 respondents in a primary school in the Northwest of England, UK to gauge their 
opinions of the processes of increasing participation and learning in classrooms. Information was collected from the respondents
via Index for Inclusion questionnaire listing possible indicators for classroom use. The results from this study are, the author
suggests, very indicating when it comes to the confidence of ‘insiders’ for supporting the learning and participation of all the
students in the particular context. The  results, he also claims, proved useful in helping him on the one hand to understand the 
processes of increasing the participation and learning of diverse pupils and, on the other hand, would help practitioners to reflect
on and improve their practice 
Keywords: Inclusion, diversity, classroom practice, participation. 
1. Defining inclusive education 
Inclusive education is, after all, contested territory with competing definitions. For example, in the UK, inclusion is 
defined as the process of addressing barriers to the presence, participation and achievement of pupils in local 
neighbourhood schools (Ainscow, 2003). But in the US, it is identified with a concern with disabled students or 
those categorised as having special educational needs (Lipsky and Gartner, 1997). This seems to suggest that there is 
still considerable confusion in the field about what inclusion actually means (Ainscow et al, 2000). There is, 
therefore, the need to be clear about the concept, as lack of clarity sometimes creates a sense of uncertainty as to 
what is intended. In the case of this paper, the focus sharpened to an interest on the notion of learner participation in 
some aspects of schooling. Ask simply, what do we generally understand as participation? And what are the 
indicators that students are actively participating and, therefore, included in the learning process? 
       Participation is, O’Keane (cited in Williams, 2004) suggests, ‘an on-going process of children’s active 
involvement in decision-making in matters that concern them. It requires information sharing and dialogue between 
children and adults, which is based on mutual respect and power sharing’. In their systematic review of the 
effectiveness of school-level actions for promoting participation of all students, Dyson et al (2002) provide three key 
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aspects of children’s participation in their schools, these are cultures, curricula and communities. These cultures 
mean students’ ‘shared sets of values and expectations; curricula, that is the learning experiences on offer; and their 
communities, that is a set of relationship they sustain’. They go on to argue, inclusion of children in the learning 
process might be indicated, for example, by access to full curriculum, a sense of being welcome and valued or a 
contribution to decision-making’(P.12). Particular analysis of these and other indicators for addressing barriers to 
learning and participation in the school are presented in the discussions. Below is, what the paper hopes, convincing 
research evidence on the benefits of listening to ‘insiders’ views and experiences of inclusion.
1.1. Research context   
The growing body of research available in relation to inclusive education suggests the valuable contributions that 
different stakeholder groups can make towards their own schooling (Ainscow et al, 2004; Kurawa, 2007; Parilla, 
1999). For example, Ainscow et al, (2004) work collaboratively with twenty-five schools in three Local Educational 
Authorities. Every school and teams that participate in the research decide their own focus. For instance, one school 
focused on children in the ‘borderline group’, whereas another looked at issues related to the inclusion of children 
perceived as having special needs. What is very important though is that in collecting evidence schools placed a lot 
of emphasis on seeking views of full range of perspectives. In some instances this was made through the completion 
of questionnaires, or through interviews carried out by the researchers, or by some members of the team, or even 
both.  As one of its findings, the research highlighted how the children’s active role in their development can be 
undermined by the researchers’ expectation of children taking a passive role in the process, their ideas cast some 
further light on the understanding of the work of the school in relation to teaching and lessons; behaviour and 
control; help and support; and acceptance.
       Similar to the methods used in the above studies, Kurawa’s research on which his PhD study builds on the 
experience was carried out using both interviews with, and completion of questionnaires by a team of staff and 
students (Kurawa, 2007). Unlike Ainscow’s work, Kurawa’s study took place in one school with the aim being that 
of learning of how to develop a research design that he came with and particularly exploring the use of Index for 
Inclusion questionnaires when investigating the insiders’ perceptions of how to include all children in learning in 
their classrooms. Of course, the study used traditional methods of collecting data, and the research observed only 
Foundation, Lower and Upper Key Stage 2 lessons, and interviewed only 4 teachers, including the head, and that 
only a smaller number of insider groups completed and returned the questionnaires. The conduct of the study proved 
to be very helpful especially in trying out particular ways of getting a general view of attitudes of particular 
stakeholder groups in the school (Kurawa, 2007).     
Also, Parilla’s (1999) study reports the first phase of a two-phase research project aimed at analysing how a 
sample of Sevillian primary and secondary schools manage change and develop innovations in seeking to respond to 
the diversity of their student population. To achieve this they designed and ratified a questionnaire to be distributed 
among a sample of 85 [80 primary and 5 secondary high] schools. The completed questionnaires were analysed 
quantitatively and qualitatively in order to identify the kinds of innovation that schools have undertaken, as well as 
to identify a typology of innovations. The results show that changes at an organizational, classroom and institutional 
level are characteristic of these schools. It also shows that, instead of one balanced, harmonious process aimed at 
education for all, there were a number of different trends, ideas and strategies that coexist in time and location 
producing a mixture of old and new educational patterns in schools.   
 To put it simply, do the surveys and analyses of questionnaires in these studies, for example, manage to bring to 
the surface the barriers to participation and learning, or is it that they give only a general picture of a set of 
participants, their attitudes and characteristics of studies. Of course, in this article, the author considers questionnaire 
method as a useful methodological perspective for accessing insiders’ views. Less participatory though this method 
is, it was one of the typologies of involving stakeholders in school decisions that can be used for addressing the 
barriers to participation and learning in school, which was the focus of the study.
2.  Method and procedure for the study 
2.1.1. The school 
 The study was carried out in a primary school which the author called St. Arnold in the Northwest of England that 
serves a culturally and linguistically diverse group of children, including those from low income families. In this 
school, children with disabilities and/or other special educational needs are educated in general education 
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classrooms alongside their peers. On roll, the school has almost three hundred and sixty (360) pupils, allocated in 
twelve classrooms; with each of the four Key Stages having ninety pupils distributed into three classes. There are 
mixed age groups in all classes except one nursery and one reception class. At the time of the study there are twenty-
nine (29) classroom teachers, including teaching assistants. There are also trainee teachers serving their 
apprenticeship at various times. After initial discussion with the school authority, it has agreed to participate, and in 
order to get staff and pupil responses about their school, Index for Inclusion questionnaire was adopted. The 
questionnaires were validated in terms of their complexity and completeness, as they were developed and widely 
piloted and used across schools in the UK. The researcher was confident that their contents fit with local ‘cultures’ 
and address the issues the study was set out to investigate.  
2.2. Sampling issue and administration of the questionnaire
It was intended that all the staff and students in the school be involved, but that was not possible. For example, it 
was found that Foundation Stage children may not be able to read and select the appropriate response from the 
choice available on the survey instrument. The headteacher also made it clear to the researcher that involving all the 
staff on the staffing list could not be possible. This is because some of them are attached and visiting professionals 
and only came to the school at a time and on other occasions the school visited them with the children. So engaging 
them with the research would prove difficult as they were not near to reach out. Stretching to reach all of them was 
still not possible due to the fact that the study was confined by time in one sense, as it was part of postgraduate 
degree that had to be completed in a specific period. So the head-teacher and the researcher agreed on sampling staff 
and students on the basis of ease of access.  Although the author was aware that convenience sampling is regarded 
by some researchers as the least satisfactory method of sampling, nevertheless, it is one of the most widely used 
methods of sampling, especially in surveys (Robson, 2002).  In all, only thirty children and fourteen staff completed 
and returned the questionnaire. This made the author slightly worried as to the outcome of the survey, and whether 
another strategy should be used to reach all the intended participants. Apparently those who completed and returned 
the questionnaire saw that the work could prove useful to them as teachers to help to bring about improvement in 
their classrooms.   
2.3. Analysis of the questionnaire
In analysing the questionnaires a simple descriptive statistical technique was applied (frequency count and tally). 
Although it is intended to calculate the percentage of all the responses, in reality this has not been the case. This was 
because the researcher planned to distribute the questionnaires to approximately three hundred and eighty-nine 
individuals [360 students and 29 staff] in the whole school.  Instead he ended having less than a hundred responses 
altogether. So calculating the percentage would complicate the data. Rather he counted and tallied all the responses 
as shown in the tables below. 
UTable i: Staff responses to the questionnaire: (n=14).
Questionnaire items Agree Disagree Need more 
information 
Teaching is planned with the learning of all students in mind                                 
Lessons encourage the participation of all students                                                 
Lessons develop an understanding of difference                                                   
Students are actively involved in their own learning                                                
Students learn collaboratively                                                                                    
Assessment contributes to the achievements of all students                                    
Classroom discipline is based on mutual respect                                                      
Teachers plan, teach and review in partnership
Teaching assistants support the learning and participation of all students
Homework contributes to the learning of all                                                             
All students take part in activities outside the classroom                                         
Student differences is used as a resource for teaching and learning                        
Staff expertise is fully utilised
Staff develop resources to support learning and participation                                 
Community resources are known and drawn upon                                                  
School resources are distributed fairly so that they support inclusion                     
Bullying is minimised                                                                                               
Everyone is made to feel welcome                                                                            
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UTable ii: Student responses to the questionnaire: (n=30).
Questionnaire items Agree Disagree Need more 
information 
Sometimes I do class work in pairs with a friend.                                                  
Sometimes my class is divided into groups for work                                             
I help my friends with their work when they get stuck.                                         
My friends help me with my work when I get stuck                                              
My work is put on the walls for other people to see.                                              
My teacher likes to listen to my ideas.                                                                    
My teacher likes to help me with my work                                                             
I like to help my teacher when she or he has jobs that need doing.                       
I think our classroom rules are fair.                                                                        
Some of the children in my class call others by unkind names                              
Sometimes I am bullied in the playground.                                                            
When I feel unhappy at school there is always an adult to look after me.              
When children in my class quarrel, the teacher sorts it out fairly.                         
I think writing targets for the term helps my work to improve.                              
Sometimes my teacher lets me choose what work to do.                                        
I feel pleased with myself when I have done a good piece of work.                      
When I have homework I usually understand what I am supposed to do.             
My teacher likes me to tell her or him about what I do at home.                            
My family thinks this is a good school                                                                   
If I am away from school my class teacher asks me where I have been.
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3. Results and discussions 
It shall be explain here that the detailed study was not presented in this paper. The author, therefore, cautions readers 
that conclusions at this stage of the research do not allow one to make generalisations. It is possible that factors not 
identified in this paper may explain the process of inclusion of all children in learning and regular classrooms.
Hence, findings to be presented should be understood as indicative of the next detailed results of the research. This
will enable us to gain better understanding of the process of increasing participation and learning of all children in 
mainstream classrooms. With this in mind, the paper now considers some of these features.  
3.1.1. Planning teaching for diversity  
Planning teaching with the learning of all pupils in mind was an evident result of diversity. The comments made by 
the majority staff and pupils in this respect are noticeable for the way teachers planned and provided variety of 
learning experiences in order to cope with different learning needs and styles of pupils in classes. Planning processes 
of teachers who have been reported as successful in responding to all learners included a range of learning 
experiences (see, Hopkins et al, 1997). They suggested that such teachers ‘developed a range of lesson formats that 
become their repertoire, and from which they create arrangements that they judge to be appropriate to a particular 
purpose (p.4). In other words, their lesson plans contain differentiated activities from which the children can choose. 
Though, it does not seem that this finding means that in practice there was boundless variation of activities from 
which pupils can choose what activity to do, in effect, pupils in the particular classrooms would become motivated 
to participate in lessons that take due account of their learning needs and styles. 
3.1.2. Class arrangements 
In reference to class arrangements, responses from both pupils and staff identified cooperative learning strategy as 
one of the arrangements for engaging pupils in learning in classrooms.  The strategy, Sapon-Shevin et al (1994) 
suggest, ‘‘makes sense in inclusive classrooms because it…encourages peer support and connection…it is of value 
for all students’’. Slavin (1995) endorses this view arguing that, without this strategy in place, it becomes difficult 
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for the students to help, discuss and argue with each other, and assess each other’s current knowledge and fill any 
gaps in each other’s understanding. The strategy, he continues, has been shown to result in higher achievement, little 
or no psychological harm and less segregation. Findings from the research have shown that success in cooperative 
learning can be achieved through the following conditions: positive interdependence, face-to-face interaction, 
individual and group accountability, interpersonal and small group skills and group processing. Elsewhere, these 
five elements of cooperative learning were discussed and matched with teachers’ practices (see, Kurawa, 2007). 
What he wants to stress here is that the views expressed in the school did recognise the importance of the strategy in 
providing opportunities for pupils to clarify their own ideas as they think aloud, whilst, at the same time, enabling 
them to stimulate and support one another’s learning. The use of the strategy as innovative classroom practice was 
also reported in Parilla’s (1997) work. It may be that organising pupils to work cooperatively would increase their 
participation in learning experiences that are provided. 
3.1.3 Tolerance and respect for everybody’s personal characteristics and circumstances
Positive comments were made in response to valuing of difference in the school. The analyses of the school’s policy 
documents showed different cultures, backgrounds and languages spoken by the children attending. Being faced 
with pupil diversity, the author suggests, the school requires an appropriate approach to understanding, responding 
and valuing differences. The issue of diversity or inclusion is a controversial one. Some see it as a problem (Wilson, 
2000), an intrusion by others (Farrell, 2000). Others (Ainscow et al, 2004) prefer to see it as an opportunity. They 
argued that, the wealth of knowledge, experiences, and resources that are available through diversity allows children 
in schools to grow in a way that promotes acceptance and understanding of differences. They go on arguing that 
though with caution that the more differences that children are exposed to, the more open and accepting they are as 
they grow up. Learning activities observed in the school, provided children with opportunities to explore and 
experience differences of others’ cultures and personal characteristics and circumstances (see, Kurawa, 2007). 
Learning in this way, he claims, would increase pupils’ self-esteem, understanding, and appreciation of others in, 
and deepen concern for the needs of all pupils in the school (see, also Parilla, 1999).  With this in mind, it seems that 
the view that pupil difference is used as a resource for teaching and learning has some evidence to support it. 
3.1.4. School support to pupils and among staff
In response to questions about support given to pupils and among staff, the results of the questionnaire show a trend 
towards a collaborative team planning and review of curricula. This involves, as the interview with the headteacher 
suggests, taking the programmes of study outlined in the National Curriculum and turning these into appropriate 
activities, materials and classroom arrangements. It also requires the creation of individual curriculum plans for each 
child based upon the best available knowledge amongst the staff team working with the child. This culture, he adds, 
enhances opportunities for staff to share expertise through team-teach teaching and teacher training days. Further, 
the culture of sharing of teaching practice, the researcher suggests, probably accounts for the general feeling that 
staff skills are fully utilised in the school.
3.1.5. Discipline and bullying policies in the school 
Although evidence from the interviews indicated that the school had developed behaviour policies, strong concerns 
were raised by pupils regarding bullying in the school, most of them opined that some of the children in their class 
call others unkind names and a number of children claimed to have been bullied in the playground (see table 2). This 
suggests that there was a level of bullying behaviour within the school that teachers were unaware of. Of course, it is 
usual for bullying to go on outside the classroom, so teachers might not be expected to see it, but they could be 
expected to notice its impact on children who are bullied. This, it seems unlikely that there is an atmosphere of 
mutual respect if so many children are experiencing bullying or name-calling. Also, this could mean that the school 
has to consider its self-review, especially in terms of behaviour policies, as a continual process. The process is 
important in understanding changes in behaviour policies that would reduce child misbehaviours and create a 
learning environment in which pupils may feel secured and valued. Such policies include outlining clear codes of 
behaviour, rewards and sanctions (see, Ainscow et al., 2004). They found that in schools where the framing of 
behaviour strategies exist, ‘‘there are improved student task engagements, less inappropriate behaviour, smoother 
transitions between activities, and generally higher academic performance’’ (Evertson and Harris, 1992:75). In order 
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to achieve this, the application of the strategies, Kurawa (2008) suggests, must be consistent by teachers and 
throughout the school. 
4. Conclusions 
The work was conducted at St. Arnold’s primary school with children and adults as ‘consultants’ to understand the 
processes of increasing participation and learning in schools. The author used the recently developed British Index 
for Inclusion questionnaire survey (see, Booth & Ainscow, 2002) as a tool for this process. In particular, he adapted 
a dimension which is characterised by processes that are consistent with what research has identified as facilitating 
the participation of all members of class. He administered and analysed survey of children and staff. The views 
expressed permitted him to draw some profile of an inclusive classroom (see, above). His analysis suggests that 
respondents were positive and negative about these aspects that facilitate and support participation in learning and 
mainstream classrooms. Apparently, the accounts shown here deserve and require detailed consideration, which the 
author explored in the analysis of examples of practice of teachers involved in the research (see, Kurawa, 2007/ 
2010). What he wants also show here is that the accounts bring insights into the understanding of inclusion from the 
perspectives of children and teachers. Teachers’ beliefs and attitudes are critical in ensuring the success of inclusive 
practises since their acceptance of the policy of inclusion is likely to affect their commitment to implementing it. On 
the other hand, the perspectives of children, who are directly affected by inclusive or excluding practices and 
policies, can also act as bridge to useful information that could be used as a way of informing the development of 
more inclusive practices in schools and classrooms. As such, the author is confident that the views of respondents to 
the school would facilitate its own reflections on how to bring about improvement in the aspects that needed 
changes as suggested by the two insider groups. 
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